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The purpose of this pilot project was to develop, use. and til»n teaching tasks to 
demonstrate their effectiveness in showing variations m teaching styles. Thirty teachina 
tasks designed to include a variety of curricular dimensions were developed by 6 
observers with considerable experience as preschool teachers and observers, each 
task ksted materials, procedures, instructions, rationale, and method outcomes. 
D^teen 20-minute fimed tasks resulted. 3 each for 6 Head Start teachers 
classes. Observers in the classroom took additional notes at the time of fiming. 
Teaching style was inferred f.*om the behaviors of teachers and chJdren m classroom 
activities; a number of behavioral scales were devefoped to distm^ish partio^ 
constelations of individual and interactive behaviors. It was found that the use of 
tasks provides the standardization necessary for observers to accurat^ predict 
subsequent task teaching behaviors and that the use of f4ms is essential for careful 
study of stylistic differences between teachers. Of the components of the teaching 
situation, teaching style appears to be the most critical and the most difficult to st^y 
(Included are an B-item bibliography and a description of teaching tasksT (Author/SG) 
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ABSTRACT 




Teeke were developed end presented to Headstart teachers In order to facilitate B £ 
descriptions of variation In teadilng style. Twenty minute samples of teaching 
according to task Instructions » were filmed so that Inter and Intra teaching 
comparisons could be carefully analysed by diverse observers, thus permitting con- 
commlttant study of observer (Ing) variation. The use of tasks provides sufficient 
standardisation to permit observers to make accurate predlctlOna. regarding sub- 
sequent task »^Mch<ng behaviors. Systematic variations In task requirements will 
provide a basis for studying more and less Invariant characteristics of teaching 
style which will generate variables that Intervene between content and methodology. 
Individual and group behaviors of children. 



^ *' The raseardi reported herein was performed pursuant to a contract with the Office 
of Economic Opportunity, Executive Office of the President, Washington, D.C. 20506. 

The opinions expressed herein are those of the author and should not be construed 
represent ^ **g the opinions or policy of ntf agency of the United States Govemnent.** 

^ Miss Coolldge perceptively and tenaciously assisted In the development and 
administration of tasks. Professor Alvin Flaring directed the film making with 
extraordinary sensitivity. Teachers and observers Involved played a critical role 
throughout the project. 
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TEACHIII6 STYLE: 

The Developaent of Teaching Taake^ 
Frank Garfunkel 
Boaton Unlveralty 



INTRODUCTION ; 



In order to facilitate cospariaona between teachera, taake were preaented to 
teachera to be carried out with their claeaea. Teachera were directed to teach with 
given inatructiona and nateriala for approzlaately twenty ainutee. Theae procedurea 
were used to explore the feasibility of designing, using and recording (filaing) tasks 
in order to provide a vehicle for studying contrasting teacher styles. By having each 
of six teachers use five separate tasks, it was possible to systeaatically coapare 
teachers across tasks, and tasks across teadiers. As three of these tasks were filaed, 
^^sre is a peraiussst record of perforaance which can be used to study related per~ 
ceptual styles of perfoming teachers, observing teachers and other observers. 

Although, for the purpose of this developaental study, the filas are, theaselves, 
the data froa which such Inferences are to be drawn, it is possible to infer reductions 
and to aake consequent, quantitative within and between teacher co^iarisons. 

The focus of these tasks and filas has been to internally validate the use of 
tasks as a viable technique for cdaparing irreducable coaponents of style by filaing 
and presenting a series of integrated constellations of behaviors. While the biases 
of the investigators are iaplicit in the types of tasks selected, the existence of 
filas provide an objective base for distinguishing stylistic variations in types and 
^•i^^*** control of aaterials and situations, and in operational definitions of work 
and play and their relationship to learning. 

Probl«s of external validation have been only partially and infomally dealt 
with by reviewing teachers' perforaances in three filaed tasks and two non-filaed 
tasks in order to ascertain whether there is consistency. Put in other teras, given 
any one task which is filaed and/or anecdotally recorded, can accurate predictions 
be aade about perforaance of tasks? With a single exception, it was possible to wake 



"The research reported herein was perfomed pursuant to a contract with the Office 
of Econoaic Opportunity, Executive Office of the President, Washington, D.C. 20506. 
The opinions expressed herein are those of the author and should not be construed 
as representing the opinions or policy of any agency of the United State Govemant." 



rather precise forecasts as to how teachers would handle subsequent tasks, specifically 
with regards to type and degree of control, position of teacher in elaboration of 
tasks and work-play dichotonising as it was acted out by the children. The relation- 
ship of style to behavioral effects in children outside of the classroom was not attended 
to either concurrently or longitudinally. 



RATIONALE 

Although it is rather simple to get teacher variation on any number of dimensions, 
it is extremely difficult to unravel conf bunding of teacher, child, curricular, and 
interactional variables. This is particularly true idien dimensionality of teaching 
behavior is constructively linked with child behavior. Too often the abstraction of 
teaching behavior is temporarily and conceptually disconstinuoua with child behavior 
and it is not surprising that it has been almost impossible to document the relation- 
ship of one to the other. Teachers are measured independently of children and 
children are measured independently of teachers. This leaves an mdsownand unseen 
terrain— a kind uf black box— in which input and output can be documented but for 
idiich interaction is ignored. Generally, interactions are attended to separately 
(Flanders, 1965) and are not necessarily a part of the design that aims at qualifying 
output by carefully considering the nature and extent of interaction. Furthermore, 
it is not all clear as to whether given interactional patterns are cause or effect 
or whether they have been generated because of traditional or teleological determ- 
inants. 

The theoretical-methodological problem revolves around the chdice of an opera- 
tional structure of variance and invariance. This pertains not only to sample 
selection— grade level, subject matter, teacher characteristics— but also to 
iheasurement strategies- achievement tests, performance in another situation, ob- 
iervational protocols, tape recordings, films. What is to be held constant? What 
will vary? How will the behavior be recorded and then measured? How will the con- 
Aection between teaching and Ibaming be established and cross-validated so that we 
dan logically deduce one from the other? 

Although holding grade level and subject matter constant would appear to be 
a useful quasi-experimental device (Bellack et. al, 1966), it is necessary to be 
aware of an implicit trap in this procedure. It may very well be that grade level 
and subject matter invariance are trivial with regards to teaching-learning varia- 
tion. Perhaps there are teachers in different grades and subjects that represent 
a far more critical type of invariance— one that is connected with motivation, 
transference, values, and creativity. If this is so, then our inferences from 
gtade and subject controlled studies will be only trivially related to either 
situation or individual outcome. This is by way of saying that holding grade and 
subject constant does not guarantee that resulting variation of either situations 
(classroom behaviors) or children (achiev^ent tests) will be meaningfully related 
to any given dependent variable. However, in spite of this caution, the disregarding 
of grade and subject would necessarily encumber the comparability of observations. 

What is needed is omtrol for more obvious independent factors and also control on 
teaching behavior variation that is more directly related to child behavior over time. 

It is not at all clear as to what an optimal segment of behavior might be for any 
liven study. Some studies focus on. highly specific signs or categories of motor and 
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▼erbAl activity (Medlay and Mitzal, 1963). Participant obaarvation atudiaa conaidar 
institutional bahavioifa ovar tima without apacifid rafaranca to fragmanta axcapt^as 
thay ralata to tha davaloping hypdthaaas of obaarvars (Backar, 1952, 1953). Ona^study 
of ClassrooB languaga bahavior usad transcriptioni of social atudiaa classas ahd 
content analyzed thaouitic tnatarial <ballack» at al, 1966). Critical incident 
tachdiquas define apisodaa as they taka place in classroons and analyze them witfi 
respect to a ffeld of forces operating in tha class (Flanagan at al, 1968). Operant 
procedures have been applied to teacher and child behaviors in order to study highly 
specific child-taachai contingencies (Haring and lovitt, 1967). Each of these 
strategies is, at tha same time, trying to more adequately understand teacher and 
child in classroom situations end effectively deal with that behavior. The theoret- 
ical system from which each is derived is not as important as the logical ccnstruct 
of which it is a part 4 Method and definitions of behavioral units implicity reflect 
educational values towards intervention and change. 

The several measurement strategies mentioned above vary as to whether or not 
direct manipulation id involved, and there is a direct connection, over time, between 
teacher ( or class) behaviok and individual child behavior. In all of these examples » 
however, there is either an Implied or explicit dependent variable. Classroom be- 
haviors have been studied ih order to determine vdriable effects naturalisiicaliy 
or a< a result of spedific Manipulations. As the desirability of any posited effects 
l*f necessarily, moot it remains to Judge strategies eithBr purely in terms of 
pedqgogy or in terms Of diverse effect* on children over time, including transference 
of obtained behaviors to other times and situations. Too often, pedagogic variation 
is buried because of methodological problems in obtaining consistant data. It is 
as difficult to identify competence in teachers as it is in personalities. Sp«bific 
performsnee criteria do not hold up either concurrently (consensus Comparisons 
with other teachers by skilled raters) or longitudinallv (relating teacher charaet- 
•Jfl*tics to differential achlArqient performance of children) . The failure to idehtify 
competence can be partly attributed to several sampling and methodological probletos. 
The hcnogenizing effect of procedure^ for selecting and retaining tMchers, children 
and curricula might 'contribute to the reported error of incorrectly accepting the 
null hypothesis. For dxamplo, if unusually competent and incompetent teachers are 
eliminated from a sample, the variance will be restricted and differences needed to 
reject the null hypothOsis will be excessive. Furthermore, the pairing of teachers 
with children of different social classes and abilitites is highly selective, as is 
of children within Ochools« Finally, comnonly used tests have been 
developed on the basis of principles and goals that are, in general, at variance 
with those of intervention. Items that are sensitive to differential treatment appear 
to be unreliable and ate, therefore, eliminated. Probably the strongest single factor 
that effects itsm seledtion for achievement tests is very much developmentally 
oriented— which resulti in items being highly correlated with chronological age. If, 
as it would appear, moit measurements used are heavily weighted in this direction, 
it is unlikely that they will reflect differences due specifically to teachers or, 
in general, to interventions. Thus, in eliminating items which would tend to reflect 
subject variation, likely indicators of other sorts of variation are also 



purged. 



The teacher tasks to be described herein have been developed to speak directly 
to questions of competency and change, both in children and teachers. In order to 
deal with the relation of competency to change over time with respect to transfer, 
it is first necessary to determine the nature of situational presses on children and 
the effect of these presses, if any, over time but within confines of evolving 
iituations. The first question is conditional— if a given teacher (class) has an 
effect on a particular child, what is it most likely to be? The distinction between 
the teacher's effect on the class and the differential effects of the class oh indiv- 
idual children must be made. But it is doubtful that the latter will be apparent and 
measurable unless the former is carefully described in terms that cover a broad range 
of variation. This should eventually provide a basis for dealing with the ultimate 
question which must be asked about any sequence of behavior that takes place in a 
class— how appropriate is it for individual children that are exposed? It is not 
enough to describe the various methods and materials used, nor even the ways in which 
they are applied. Eventually, attention must be directed to the quality and substance 
of interventions that children are involved in during the course of the school year. 

The use of twenty minute tasks units provides samplings of behaviors that cover 
teasdnably concise cross sections. These include presentation and distribution of 
materials, implicit or explicit instructions, development and facilitation, transi- 
tions, and denouments. The common task across teachers minimizes the difficulty of 
focusing upon teaching and reaction variation. This is the same rationale for the 
development of any standardized procedure. 

An important variation in individual testing procedures is the extent to which 
they call for more or less convergent or divergent responses. If teaching tasks were 
developed to be related to a training program that called for predetermined criterion 
responses, it would be possible to design "objective” task presentations and scoring 
procedures. Such criterion responses have been developed at the University of Kansas 
and have been reported in thus far unpublished manuscripts. 

The alternative is to vary tasks and evaluation procedures along the "pro- 
jective" (divergent) end of the "projective-objective" continuum. Teachers are 
gi^en stimuli in the form of materials and rather open-ended instructions, much as 
an individual subject is given a series of Thematic Aperception tests cards. Instead 
of a strictly verbal response, the teacher gives d complex behavioral response over 
a deaignated time and space interval. Themes can be inferred from films or anecdotal 
records of task responses. It is also possible to use direct behavioral recording or 
rating scales in order to compare teacher over tasks and teachers over a single task. 
Contrasts can be facilitated by varying amount of structure in directions and content 
of task, selection of teachers with greater and igsser stylized approaches to teaching, 
time between teachers receiving instructions and performing task (latency) , age and 
chSracteristics of children, history of class, aftd available physical facilities. The 
accomplishment of tasks with teachers that have tslatively similar groups of children, 
physical facilities and group history, with systematic variation over content and 
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latency of teaks would be the ideel way to bring atyliatic verietions of teaching Into 
relief. 

TEACHING STYLE 

Dimensiona of style arc measurable variations in approaches used in teaching, rather 
than what is taught or, strictly speaking, the methodology used. Style, if properly 
conceptualized and operationalized, will vary over teachers, but will be invariant over 
groups, content and methodologies. It is, of course, possible that requirements of thesh 
aspects of teaching situations can be so stated as to imply style. However, the useful- 
ness of the proposed model requires that overlap be minimized. Variables of style can 
then be conceived as intervening between inputs (class and teacher history, content, 
methodology) and outputs (effects on children, teachers and situations.) 

Style must be inferred from the daily confrontation that takes place in classrooms. 
There should be little question about the dynamics of reactiveness that leads to any 
given confrontation. Teachers' personalities will effect choice of methodology and 
content which will, in turn, be effected by teachers' reactions to groups of childten 
and supervision. It is postulated that while a given teacher's methodology will vaty 
over time and situations, style will remain relatively constant even if an aspect of 
style is predictable erraticism. This is analogous to the construct of "cognitive style" 
as it has been recently articulated in developmental literature. Teaching style diffets 
in that it must be inferred from classroom (interpersonal) situations. However, it is 
not group interaction analysis nor a study of pedagogical techniques, both of which are 
subject to variation having to do with immediate environmental demands. 

Classrooms develop personalities or temperaments with more or less superficial 
components. Style focuses on components that are a function of teacher variatilon, 
which are relatively stable. Definition and description of style can only come about 
with systematic variation of non-stylistic factors. The residue of between teacher 
variance will provide the ultimate source for hypothesized domains of style. These 
must be further modified by the response variation which can be broadly conceptualized 
as participation and interaction. These will, as has been previously stated, further 
effget style, which will be a continuing series of response sets on the part of the 
teacher. The extent to which stylistic variation can be empirically partialed iuto 
relatively independent dimensions is moot. It is just as likely that an ipsativz 
approach would be more appzoprlate. This would lead to a factorial study of teachers 
rather than scales. Methodologically, this would call for multi-task studies of 
teachers so that thair ability to deal with a variety of situations would lead to 
detailed assessment of intra-teacher variation, fd)ich is required for this approach. 

Tasks would be designed in such a way as to systematically underline expressive 
reactions to content and behavior so that characteristic and reliable mappings coul^ 
be generated. It is essential that this strategy should not depend upon linearity * 
and additivity unless obtained data is consistent with these assumptions. 

Style is inferred from the behaviors of teachers and children in classroom 
activities. There is no presumption that any particular teacher-child interactions 
occur, only that classroom activities reflect style by constellations of individual 
and interactive behaviors. In order to distinguish these constellations a number of 
behavioral scales have been conceptualized and variously operationalized either 
directly by behavioral recording, indirectly by utilizing rater Judgements or complexly 
1>7 inferring ratings from sequences of more and less discrete responses of teachers 
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and 


children. These scales 


are listed in tabular form as 


follows : 


- • 




Scale 

Name 


• 

Basis of 
Recordins 


Polarities 


1. 


Control 


Direct 


Teacher 


-Child 


2. 


Approach 


Complex 


Punitive 


-Supportive 


3. 


Value 


Complex 


Work 


-Play 


4. 


Warmth 


Judgemental 


Rejecting 


-Accepting 


5. 


Humor 


Judgemental 


Bland 


-Humorous 


6. 


Flexibility 


Complex 


Rigid 


-Adaptive 


7. 


Direction 


Direct 


Aimless 


-Purposeful 


8. 


Differentiation 


Direct 


Undifferentiv 


l-IndividmliaBd 



Th6se 8 CAl 60 are a first approximation of relevant components of classroom at** 
mosphere. The goal of the measurement procedure is to describe selected aspects of 
teaching-learning situations as they evolve in more or less structured tasks. 

Relevance of particular scales tu any given tasks will be a function of the demands 
of both tasks and teachers. Therefore, additional scales will be developed to obtain 
data on different tasks. While the import amoe of any single scale will depend on task 
requirements, it will also be a function of the behavibr being studied— stylistic 
variation. Admittedly, the procedure of allowing criteria to be a function ot behavior 
is complex and somewhat tautological, but to hold criteria constant would lead to the 
collection of reliable, but irrelevant data. Teaching is certainly not as simple and 
uniform as straight forward normative measurement procedures would imply. Measuring 

has to come to grips with dilemmas of nominal scaling before ordinal comparisons 
can be meaningful. 

Although no definitive position can be taken with regards to the most effective 
level of abitraction to be used to most validly differentiate teachers, the develop- 
ment and use of these scales and tasks has involved a strategy that calls for 
maximum reliance on the experience, training and intelligence of observers and the 
development tad mse of contrasting tasks used in dbjectively different ways, rather 
than on the careful and restricted definition of items which requires only that 
observers be trained in a particular methodology. "Objective" tests are alwavs 
restricted by item format and sampling— a restriction which often leada to 
objectivity only with respect to scoring. Similarly, category and sign systems 
used for direct behaviotal recording are, in general, objective or reliable only in 
so far as data collection is concerned. Whether these methods permit objective 
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(valid) aampling of content la open to serious question. The limitations of re- 
liable procedures can severely determine the size and type of behavior that is 
recorded. Scoring reliability requires mechanical procedures so that I'east- 
common-denominator observers and definitions can be used, whether or not they are 
appropriate. 

Measurement calls for a aeries of controls so that confounding of different 
varying elements can be minlmzed. These controls can pertain to observers, 
situations, or procedures. The above scales call for situational control (common 
tasks) and observer control (measurement Of observers) which, if successful will 
allow for procedural simplicity in order to minimize the need for control. 

Scales were selected deductively by experienced and trained observers as 
a result of a series of formal and informal exchanges over nominal comparisons 
between teachers. After extensive observation of forty Headstart classes, observers 
were required to rank teachers according to whether they liked or disliked their 
style. The initial nominal distinctions conceived of each observer as represent- 
ing a different point of view. Extracting the dimensions of observer variation 
gave a first approximation of nominal style variation. (As ,the number of observers 
was small (six) the data was treated informally.) Selected scales appear to best 
differentiate observer-teacher (object-subject) co-variation. This is to say 
disregarding whether observers liked or disliked styles of particular teachers, 
the scales best differentiates observers' judgements in terms of values inferred from 
their selection of effective (good) teachers. While most measuring instruments 
are static in that their published format remains unchanged through repeated usage, 
these scales are meant to ba part of a change process. Accomodation and revision will 
be expected and included as an inegral part of the methodology. In light of this, 
specific operational definitions would be fatuous. A more realistic opetational 
approach calls for exploring variation as a reciprocal function of definition. 

Control depends on teaching, but it also is a function of the values, sensitivity 
and perapectlve of observers. Definition which relies on either teaching or observa- 
tion alone will produce artificial boundries that isolate trivia. A preferable 
^rategy is to communicate the meaning of scales by raising questions about behavior 
imich can be addressed both to teaching and to obsarvers. For control, who controls 
(or should control) the f^lection, initiation, continuation, and termination of 
activities and interactions? and is mastery only a question of skill, cognition 
and perception or does it not also include control rather than dependency? 

Every scale modifies Svery other scale. When control involves teacher-child 
interaction, does approach consist of reinforcement or sanctions and are they 
punitive or supportive? Is it carried out with humor or blandness? These are 
not questions that lend themselves to the specific and arbitrary behavioral 
definition that is necessary for wide standardized application. An understanding 
of humor in teaching will be obtained intensively by teams of observers who struggle 
with their differing interpretations with suitable procedures and recording equipment. 
Standardisation will be validly obtained only when an explicit reflection of value 
conflicts is built into structured variations of procedures and definitions. There 
must be agreements to disagree so that legitimate poind of view can contribute to 
aethodological differentiation. This will lead to variations in not only definition 
of size and type of behavioral units, but to depth of focus as well. Direction can 
focus on consitSnt and sustained use of materials but it can also aim at social- 
emotional interactions of children and/or adults. 
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Scales are theoretically Independent of each other. Therefore, refinement and 
elaboration will depend on locating teachers and observers who have relatively unique 
profiles. Inter-scale correlations obtained on these and similar scales range be- 
tween .50 to .70 (2/3 of correlations) and agreement on ratings of each teacher and 
scale are all between .50 and .60. Scale ratings unlformally correlate with total 
scale score between .75 and .90. Overall agreement on mean ratings on all scales 
ranges between .70 and .80. Thus, there Is a fair amount of scale Independence but 
It would appear to be partly a function of observer-rater variation, or, perhaps 
more accurately, of operational ambiguity which, as has been suggested. Is vital 
to this methodology. 

The development and use of these scales Is explicitly tied to the task strategy 
which Includes the recording (film) of samples In order to allow for concommlttant 
studies of rater variation. Their use In unrestricted situations where materials 
and methodologies are fortuitous will confound observer' and teacher vazlables, 
and resulting data will necessarily be suspect. Furthermore, the use of tasks (and 
the accompanying scales) assumes considerable knowledge about developmental levels 
of Individual children and, particularly, the existence of Intellectual and emotional 
disturbance of children In the classroom. 



PROCEDURES 

Thirty tasks were developed by six observers, each of whom had considerable 
prior experience as teachers of preschool children and as observers of Headstart 
classes. Each task consisted of listing of necessary materials, procedures. 
Instructions to be given teachers, rationale and method outcomes. Particular 
emphasis was glv^n to eliciting variation In teaching behavior along the scales 
of control . approach . and value . Many of the tasks were reviewed with a group of 
Headstart teachers who had volunteered to take part In a pilot project which would 
Include extensive Observation of classes, anecdotal recording of snack time behaviors, 
trying out selected tasks and filming three tasks for each teacher. The group of six 
teachers agreed to try two of the film tasks with a two to three day delay between 
getting Instructions and doing tasks » and one of the tasks with no delay— the In- 
structions and materials were presented and the task was done Immediately thereafter. 

This resulted In eighteen 20-mlnute filmed tasks, three each for six teachers 
and their classes. Because of the considerable expense Involved, Initially only 
two of these films were processed so that they could be widely shown and plans could 
be thoughtfully made about processing any or all of the other sixteen films. All 
films were reviewed In their unprocessed state (sound and picture on separate tapes). 
As a result, twelve films (six teachers, two tasks) are being processed. 

Anecdotal reports were written for all filmed tasks by an observer In the class- 
room at the time of filming, and for two additional tasks. Including a snack time 
for each of the slk classes. 



I Data comparing teachers, tasks and teacher-task interactions will be obtained 

when films are ready. However, the purpose of this pilot project was to develop, use 
j and film tasks in order to demonstrate their effectiveness In showing stylistic 




variation. Tha data will ba uaad to coimilcata dlMoalona of variation that am 
ahown by tha fllna,not to dlmctly daacrlba variation. In a vary raal aanaa, tha 
film ara tha data. Validity wlU ba aacartalnad by empmrlng Individual teachara 
on aavaral taaka and fllna to anacdotal raporta. . .. 

At aadi phaaa of tha pilot pro j act, obaarvara wara raqnlrad to make ganaral 
(acalaa) and spaclflc (bahavioral) pradlctlona about taachlng In autcaadlng taaka. 

For flva of tha al* taadiara tha pradlctlona accurataly forcaatid anaulng taaka* 
both ganarally and apaclfleally. Tha procadura uaad waa ralatlvaly cruda bacauaa 
^lio graat atraaa on taak davalopnant a n d tha llnltad nunbar of taachara. Howavar^ 
tha auccaaa of tha procadum auggaata that tha nunbar of taaka naadad to charactarlca 
tha atyla of a glvan taachar will ba a function of tha accuracy with idilch pradlctlona 
can ba nada of aach auccaadlng taak. Pradlctlva afflclency could alao ba a crltarla 
for tha daalraablllty of f lining partlcnUr teachara and taaka. 



TASKS 

Fropoaad taaka Included ganaa, conatructlon with different klnda of natarlala, 
aclanca* language* color dlacrlnlnatlon* nualc* fantaay actlvltlaa * and ^ood prapara^ 
tlon. They range fron conplataly open ended actlvltlaa (”do anything you want 
with natarlala") to highly atructurad aaguancaa. Sona of tha taaka Inpllcltly 

or explicitly Inaolva conflict (copa and robbara* not enough natarlala for all chlldrai^ 
othara wara directly concamad with language* dlacuaalM* atory hooka* verbal 
ganaa. Sona wara directed at anall groupa and othara at the entire claaa* Including 
other adulta. 

In aalactlng taaka an attanpt waa nada to uaa natarlala and actlvltlaa that* 
although fanlllar* wara not connonly uaad on a dally baala. Tha exception to tha 
Iff condition waa tha uaa of anacka aa a taak. In order to gat a flmt approxl- 
nation of atyllatlc dlffarancaa* tha flrat (and non-f lined) ”taak” Involved obaervlng 
each claaa during thalr anack period. Flrat pradlctlona followed fron thla. 

Four other taaka aalactad* three of which wara f lined* Included the followltig: 

1. Haaka 

2. Balloona 

3. Ganaa . 

4. Honaa and fanlllaa 

Conflate daacrlptlona of thaaa taaka ara Included In tha appendix. 

Tffiff ware aalactad to Includa a varlaty of curricular dlnmalona. Haalw 
would obvloualy aVoka fantaay end alao a dlatrlbutlon problan aa only alx naaka 
wara glvan to aach claaa. Balloona prOvldad all dilldran with unlnflatad balloons 
and waa a ralatlvaly play orlantad taak with tha poaalblllty of daallng with 
aclantlflc appllcatlona. Ganaa Included Inatructlona for taachlng children to play 
and daallnga with conpatltlon. Honaa and Fadllaa Involved a dlacuaalon 
with the children with tha opportunity of elaboration and Interaction. Snacka gave 
tha opportunity to conpara clMaaa on an aatabllahad routine. 

All taaka offered opportunltlaa for dlvaraa atylaa of contmlllng natarlala 



and actlvltlas, approachaa for aopporting or puniahing baharlor and axpraaalon of 
valiiaa with ragard to taachlng and laa^ng. Although It wna aaaoMd that contant 
waa thaoratleally trivial to tha purpoaa of tha atudp It waa raallsad that aona taaka 
would ha aora provocatlwa, which waa daalraabla bacauaa of tha goal of getting a 
charactarlatlc axpraaalon of atpla In a relatively abort aaount of tlae. 



PDHTHER DISCDSSIOW 

Tha United uaa of tha fllna (bacmiaa of naeaaaary dalaya In procaaalng) have 
ahown than to be critical to tha careful atudy of atyllatlc dlffarancaa between 
teachers. Thla will be aat forth In conaldarAbly greater detail whan procaaaad fllna 
are Intonalvaly conparad by obaarvara rapraaantlng dlvaraa achoola of thought with 
ragarda to taachlng prmchool dilldran. At tha aana tine that taachlng atylea are 
being conparad It will be naeaaaary to atudy obaarvar variability. It ahould be 
poaalbla to weight ratlnga on atyla con p o n anta according to obaarvar charaetarlatlea 
aa Inferred fron obaarvar raacOonato contrhatltag f lined taaka. In thla way, a United 
nunbar of fllna of dlvaraa taadiarp parfomlng a variety of taaka will facilitate 
conparlaona of a larger aind>ar of taachara parfomlng non-fUnad taaka. 

Of tha aavaral conponanta of taachlng altuatlona It would appear that taachlng 
atyla la, at tha aana tine, tha ndat difficult to atudy and the noat critical. 

Although there are practical llnltatlona, contant axpoaura (cnrrlculun) and raaponalva- 
naaa (partlclpatl^) can be nora or laaa directly naaaurad: by tine aanpllng pro- 
eaduraa. Tha anobnt of tine Individual children are talking, painting, dancing, and 
anawarlng quaatlona can be accurately, even If tadloualy rahordad. Slnllarly, auatalnad 
actlvitlaa can be claaalflad and quantified. But tha way or atyla In idileh thla oeeura 
la critical to conaaquant valuaa and dlapaaltlona of children. How nueh ehlldrah have 
laamad fron a achool axparlanea la not enough. It la critical to find out and daacrlba 
how they have laamad and how thay will approach naw learning altuatlona. Even though 
mcall and recognition night be uaaful Indlclaa of tranafar, thay are, at baat. In- 
direct and often nlalaading. Tha eoid>lnatlon of convergent aecnaulatlona of facta 
with axpoauraa to datamlnabla taachlng atylea ahould provide a nora powerful aatlna- 
tlon of how dilldraa,wlth equally datamlnabla cognitive atylea, will be able to deal 
with future taadilng altuatlona, again with nora or laaa datamlnabla atylea. 



REF E RE WC E S 



B«ek«r» H.S., Th« career of the Chicago achool teacher* African Jaurnal of Secieleer. 
57, 470-477, 1952. 

Becker, fl.S*, The teacher In the authority ayatea of the public achool* Janmal of 
Educational Sdcioloay« 27, 128-141, 1953* 

Bellack, A*A*, Rli4bard, H.M., Hfnan, R*T* and Saith, F*L* Jr*, Tha Lan^ piata of the 
Cl^eroea . Nhu York: Teachera College Frees, 1966* 

Bruyn, S^T*, Ferenective in Becioloar— the KethodoloeY of Particinant Ob- 

earyation . Ehgleifood Cliffs, Neir Jersey: Prentis-flall, 1966* 

Flanagan, J*C*, PulMroy, S.S* and Tuska, S*A* A new tool for aeasuring children's 
behavior* Elsaentary School Journal* 59, 163-166, 1958* 

Flanders, N*A* Teacher Influence. Fiy)il Attitudes and Achieveaent* U*S. Dapartaent 
of Health, Education and Welfare, Office of Education, Cooperative Research 
Honograph Nuaiber 12, Washington, D.C*: Govemaent Printing Office, 1965, 

126 pp* 

Haring, H*6* and Lbvitt, T*C* Operant aethodology and educational tedmology to 
special educatioa* In Haring, N*6* and Schiefelbuach, R*L* (Eds*) Hethoda in 
Snacial Education. New York.: McGraw-Hill, 1967* 

Medlvy, D.M* and Mitael, H*E* Measuring classrooa behavior by aysteaatic observation* 
Handbook of ReaeAr ch on Tssehtos. Edited by N*L* Gage* Chicago: Rand MdRally, 

1963* Chapter 6, pp* 247-328* 



■ 



Appendix 

DESCRIPTION OF TASKS 



Meake 



Meterials: 

3 black naaka 

3 vhite maaka (atandard Halloween type) 

6 elaatica (unattached) 

Ina true t Iona > 

Give the 3 black maakd to a boy in your claaa. Give the 3 white onAa tc a 
girl. Do not apecify how they are to be uaed, but only give the children 
aome indicAtion of how they night be worn by aaying "theae thinga are called 
naaka and one way you can wear then ia in front of your face and over your 
eyea” (you nay denonatrate if you wiah). The only children you nuat aay thia 
to are the two to whom you give the naaka. Let the children devel^ any play 
or game that you feel ia appropriate. If poaaible, let the children have 
theae for at leaat one half hour. 

Pick any boy and girl that you wiah (if you do it beforehand nake A aecond 
choiite in caae of abaence) and we would like you to check a liat ot adject ivea 
for the onea that deacribe theae two children the beat. The liat nill have 
auch worda ai '^tinid, talkative, active, aullen, etc" and it nay bk checked 
at tUe end of the norning after the teak haa been given. 

Queationd: 

How doea teacher deal with fantaay and agreaaion? 

Who dontrola nateriala end activitiea and how ia thia control hahdied? 

How ooea teacher and claaa deal with a aituation where there are nbt en«Mgh 
nateriala to go around? 

Dow Auch atructure ia preaented to children? 



Balloona 

Nateriala: 

Snail balloona of varioua colora^one for each child in the claaa a hd 4 extraa 
Ina true tiona: 

I»aavA approxlnately 20 minutea of your achedule open for thia activity. Thia 
tine allowance ia Juat to give you aone idea of how much tine thia activity night 
take ao that you can get it into your achedule. Pleaae do not feel bound by 
thia-^take feiore or leaa tine aa you feel ia needed. 

®^1®A the children together in a group on the floor in a large o|»ett apace. 

(If decdaaary, pleaae puah the furniture uid equipment to the edged of the room 
to allow for a large and open apace.) Tell the children, "I havA One balloon 
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for each of you to play with todayo We have lots of space around us here so 
that you can play with your balloon in any way you would likso You can aove 
with it, hit it up in the air, or do anything else you would like with it in 
the next 20 ainutes.*' Add any* other directions, suggestions, or coaaents to 
the children that yod feel would be helpful or necessary but be sure to include 
the above stateaentso Give each ^ild a deflated balloono You will be 
provided with one balloon for eacii child in your class plus a few extras in 
case there ard any bAlloaos with defects or in case any becone broken in the 
process of trying to blow thea up. 

We would like you to reaain available to the children during these 20 ainutes 
but we do not have raything particular planned for you to do during this tiae 
so feel free to either participate, direct:, or observe as von wonld 

You asy dispose of the balloons as ybu would like after the 20 ainutes. For 
exaaple, the childrdn can tske thea hoae or you can keep thea at school, etc. 

If any individual children spontaneously ask during the 20 ainutes if they can 
take' the balloons hdaei snswer yes or* no as you have decided but please don't 
announce this fact lo the group until after the 20 ainutes is over. 

Quebtions : 

A. ' Teacher '^S sbility tO' anticipate and handle' frustration. 1) Does she 
expact"the' children to 'be'^able tb' blow up the balloons ' theaselves? Does she 
anticipate' that sons children *uoh't: be able to do'thisf How does' she handlb 
the frustration of' the children' bhb can't blow their balloons upt* 2) Does 
ths' teacher bnticiphte' frustration f ton balloons popping and children not being 
able to have anotheirT' How does 'tohe prepare the' children' for" thls-and' how does 
she deal with it afterwards? ~3) Bow does she handle the choosing^ of colors? 

B. If^asny childreh ask for help blowing up their balloons^ how does she hsndle 
then?' e.g. Does sbs' encourage 'the children' to try to do it' theaselves? Does 
she blow it' up for then? Does she ask the Aide to help, too? Does she suggest 
the children ask each other for help? Does she announce to the group that she 
and "the aide arS availAble for help or does she wait for' the children to seek 
out her help? 

C. ‘ Teacher's sbility to hsndle^ aggression; ' Do children' try to pop each other's 
ballouas? Bo they run into each Other? If so,how does teacher handle? 

D. What is' the teScher's' reaction O children whose balloons' have popped? 
Syapathy? "That's life" attitude? "I told you so" attitude? 



Hones and Faailies 



1. Haterials: 

None 

2 . Instructions : 

Choose a grobp of children with whoa yoo-'wiil'spend'a'period of tiae on two 
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■uccestl^' days dltcustlnt their hopes end fspllleso We would like' to observe 
during the period inthe'pomlng' when you'plsn to do this* (If the teecher 
asks shout their hopes end fspilies just ssy that anything she thinks would be 
Interesting or good for the children' that she is working witho) Write and 
illustrate discussions with children. 

3. Qoestions: 

What aspects of environpent or fapily does teacher focus on or does she let 
^ildren detemine what happens? Does she nake any attempt to talk about 
feelings? 

How are children involvdd in writing and illustrating discussioh? 

How does teacher react to reports and stories of children? 



i. Katerials: 



Larga robber ball 

2. Instructions: 



Have diildren play dodge ball where children are divided Intd two* groups » half 
inside* a circle of the* other children. Children in circle elininate children 
inside* of circle by throwing ball at then. 

3. Quastions: 

How does teadiar nodify gaps' for children? 

How are explanations made? 

How are two groups chosen? 

How is conpetition dealt, with? 



